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ABSTRACT 

The COVID-19 pandemic placed greater demands on school leaders and caused ongoing 

disruption to teaching and learning. Faced with unprecedented challenges, school leaders have 

made critical changes in how they lead their school communities (Brinkmann et al., 2021). The 

study aimed to investigate the perceptions of elementary teachers within the United States 

concerning the identified leadership practices needed to cultivate teacher well-being before and 

during the global pandemic. A literature review revealed the commonalities in what highly 

effective principals do and their impact on student achievement (Grissom et al., 2021a). 

Researchers synthesized five practices of effective principals: instructional-focused interactions, 

building and fostering a productive school climate, facilitating collaboration, strategic 

management, and leading for equity (Grissom et al., 2021b). The study involved interviewing 

twelve elementary teachers’ working in Massachusetts, North Carolina, Texas, and Virginia. The 

interview questions investigated the perceived leadership practices implemented by principals to 

foster teacher well-being before and during the pandemic. The research questions were as 

follows: (1) What leadership practices of elementary school principals do teachers perceive have 

positively impacted teacher well-being prior to the COVID-19 pandemic? (2) What leadership 

practices of elementary school principals do teachers perceive fostered teacher well-being during 

the COVID-19 pandemic? The outcomes of the study offered awareness of elementary teachers’ 

perceptions of school leadership practices that cultivated teacher well-being before and during 

the global pandemic. 

  



 

 

A Study in Leadership Practices that Cultivate Elementary School Teachers’ Well-Being 

During a Global Pandemic 

Courtney Elizabeth Jones 

GENERAL AUDIENCE ABSTRACT 

The COVID-19 pandemic caused many school districts to make rapid changes with little 

communication with teachers regarding instructional expectations. Educators faced 

unprecedented challenges, including shifting from in-person teaching to virtual learning and the 

uncertainty about their health and safety. The focus of research for this study included 

elementary teachers who taught for three or more years within the United States and during the 

pandemic. The qualitative study determined what twelve elementary school teachers perceived as 

the most effective leadership practices in cultivating teacher well-being during a global 

pandemic. This insight may be invaluable to a school leader’s approach to leading teachers 

through a crisis. The study involved interviewing twelve elementary teachers from working in 

Massachusetts, North Carolina, Texas, and Virginia. The interview questions probed teacher 

perceptions and identified leadership practices that cultivate teacher well-being before and 

during the COVID-19 pandemic. The researcher identified five findings and four implications. 

The small sample size limited this study. Ensuring that teachers work is valued, their voices 

heard, and facilitating meaningful professional development are necessary to cultivate teacher 

well-being before and build a sustainable education system. Suggestions for future research 

include investigating the impact to teacher well-being over the course of a school year through 

interviews with building leaders and the teachers they serve and investigating teacher well-being 

and its impact on teacher retention and burnout. 
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Chapter One 

The Introduction 

In late December 2019, the Coronavirus disease 2019 (COVID-19), first identified in 

Wuhan, China, rapidly spread, prompting unprecedented nationwide school closures (Bahn, 

2020). Educators faced the impossible task of replicating school without the school building. 

Teachers were isolated in their homes and expected to become experts in distance learning 

overnight—administrative expectations and disruption to routines and established instructional 

programs created high-stress levels for teachers. Many educators called this period crisis 

schooling, as teachers navigated unchartered territory without proper training and resources 

(Bozkurt et al., 2020). 

The COVID-19 pandemic has led educators to face challenges in teaching and learning. 

Across the United States, school districts took various approaches to the return to learning in the 

fall of 2020. Teachers faced changes in environments, routines, and new mandates when they 

returned to the classroom during the COVID-19 pandemic (Pressley et al., 2021). Many of the 

challenge’s teachers faced included providing engaging lessons through hybrid, virtual, and face-

to-face instruction.  

As Walt Disney said, “you can design and create the most wonderful place in the world, 

but it takes people to make the dream a reality” (Dintersmith, 2018, p. 216). Knowing the 

challenges ahead, educators must sustain a focused approach to human relations and foster 

positive work environments. Dintersmith concluded that we must stop listening to the wrong 

experts and focus on the innovative teachers who create classrooms where children build purpose 

and authentic knowledge (Dintersmith, 2018, p. 216).  

Relationships Are Key 

Investing the time and energy in establishing and nurturing those trusting relationships 

will help those in the organization embrace change more willingly and pay dividends in the end. 

Principals create a healthy learning environment by strengthening teacher relationships with 

students and colleagues (Becker et al., 2014). Our schools need principals who take a 

community-based approach to leading in their buildings and view leadership as a partnership 

between them and their teachers. According to Becker et al., principals must share the spotlight 



2 

 

with teachers, often allowing their teachers to step into the leadership role at times. Teacher 

effectiveness and student academic achievement impact teacher well-being. School leaders must 

never underestimate follower power and constantly search for ways to engage and empower 

everyone under their leadership with the ultimate goals of building trust and ownership, 

increasing student achievement, and fostering positive climates in their schools. It will be 

imperative that principals create working environments and conditions that allow teachers to be 

comfortable and willing to take risks and be innovative. Awareness of teachers’ professional 

experiences and knowledge of their personal lives is relevant when implementing strategies to 

boost teacher well-being and improve student academic achievement (Becker et al., 2014). 

Relationships will continue to be essential to fostering and maintaining positive school culture 

and climates in our schools. A positive school environment can boost teacher well-being and 

improve academic achievement when school leaders grant teachers autonomy and voice, create 

opportunities for relationship building, and respect teachers as professionals (Albrecht, 2019).  

Statement of Problem 

“The ultimate measure of a person is not where they stand in moments of comfort, but where 

they stand in times of challenge and controversy.” – Martin Luther King, 1963 

During the past 2 decades, the role and responsibilities of school leaders have shifted 

from managerial to a more intentional focus on instructional Leadership and the social-emotional 

needs of all students (The Wallace Foundation, 2013). Before that time, the principal role was 

associated with having authority, the professional support of others, and managing the school 

building. “School principals can no longer function as building managers, adhering to district 

rules and carrying out regulations. Principals today must be instructional leaders capable of 

developing a team of teachers who deliver effective instruction to every student” (The Wallace 

Foundation, 2013, p. 6). Relationships with teachers, students, and parents were forged through 

formal and informal moments. The importance of schools and the services schools provide 

communities was reinforced throughout the COVID-19 pandemic. The nationwide school 

closures in 2020 highlighted that schools provide more than a place of learning for students 

(Pressley et al., 2021). In addition, many parents and community members now recognize that 

teaching is more complex than once believed (Harris, 2020). Schools’ core functions have 

shifted, and teaching and learning practices have been re-designed to include virtual learning. 
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School leaders were forced to rethink community engagement opportunities and learn to engage 

others on a screen through endless hours of meetings via Zoom or Google Meet (Pressley et al., 

2021).  

Leading through a crisis is imperfect. Principals expect to create a school environment 

where teachers feel empowered to bring out their best and know they are part of the same team 

with a shared purpose. Research has shown that teacher well-being and motivation impact 

teacher self-efficacy (Duckworth et al., 2009). Well-balanced school principals must guide their 

followers through the process while keeping the organization’s vision at the forefront. School 

leaders are exercising leadership through multiple platforms, which has resulted in new 

networking practices (Harris, 2020). Principals are working tirelessly to nurture and support the 

well-being of teachers and students. Change is hard, but it is inevitable due to the COVID-19 

pandemic. With the new COVID-19 policies and changes teachers faced, researchers recognized 

the importance of studying the impact this had on teachers (Pressley et al., 2021). The problem is 

that transforming the world of elementary education will be daunting and must be embraced and 

approached strategically by transformational, change-oriented school leaders. The study involved 

analyzing teachers’ perceptions of leadership practices that cultivated teacher well-being and 

could help school divisions positively impact student achievement through the retention of 

highly qualified teachers. 

Overview of the Study 

Elementary teachers’ perceptions of leadership practices that cultivated teacher well-

being before and during the COVID-19 pandemic are important as school systems struggle to 

keep teachers in the classroom. Through inquiries about the perceptions that elementary teachers 

have regarding leadership practices implemented by principals before and during the pandemic, 

the goal was to determine which practices fostered teacher well-being.  

The study involved interviews with twelve elementary teachers from within the United 

States working in Massachusetts, North Carolina, Virginia, and Texas to seek opinions and 

rationales for the influence of school leadership practices on elementary school teachers’ well-

being. Individual interviews were audio-taped, transcribed, and hand-coded. Participant 

transcriptions were assigned codes to protect the identities.  
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Purpose of the Study  

The study identified twelve elementary teachers’ perceptions of leadership practices that 

contributed to the well-being of teachers before and during the COVID-19 global pandemic. The 

onset of the coronavirus pandemic in the spring of 2020 dramatically shifted the roles and 

responsibilities of school leaders as schools shifted to a virtual teaching and learning 

environment. The key to building teacher well-being is analyzing what teachers report as 

effective leadership practices at the onset of the pandemic and what practices impact well-being 

in the ongoing crisis. 

Significance of the Study  

School leadership plays a vital role in developing school-level constructs through the 

instructional environment and in developing teacher efficacy to further enhance the direct impact 

of teachers on student outcomes (Hallinger & Heck, 2014). Principals indirectly influence and 

contribute to student achievement and teacher effectiveness (Hochbein & Cunningham, 2013; 

Sebastian & Allensworth, 2012). Researchers concur that the instructional quality of teachers and 

the effectiveness of a school leader may significantly impact student outcomes (Grissom et al., 

2021a).  

School leadership practices have changed as a result of the global pandemic. Leadership 

practices have shifted from focusing on teaching and learning and efficient building management 

to a distributed and collaborative approach. Distributed Leadership is an emerging practice 

described as leadership interactions that build the capacity of others through collective 

engagement (Harris, 2020). The best school leaders build a positive school culture by developing 

teacher leaders through the enhancement of teacher talents and capabilities (Leithwood et al., 

2019). School leaders are engaging teachers in shared and collaborative work to address student 

needs and instructional practices collectively to navigate the challenges brought on by the 

pandemic.  

Research Questions 

The qualitative data collected in this studied identified specific leadership practices that 

foster the well-being of teachers. This study was guided by two research questions:   
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1. What leadership practices have elementary school principals led that positively 

impacted teacher well-being prior to the COVID-19 pandemic? 

2. What leadership practices have elementary school principals implemented that have 

fostered teacher well-being during the COVID-19 pandemic?  

The results of the study may provide school divisions with the added benefit of teachers’ 

perceptions to provide principals with training and support required to build and sustain a 

positive learning environment. 

Conceptual Framework  

COVID-19 limited public life and dramatically altered teaching and learning (Harris, 

2020). Many school leaders have been forced to put PSEL standards on the back burner to attend 

to communications and crisis management (McCormick, 2022). Data from the 2018 Teaching 

and Learning International Survey (TALIS) show that the greater the stress teaching 

professionals feel, the greater the likelihood they will leave the profession (Organizational for 

Economic Co-Operation and Development [OECD], 2021). School leaders must actively 

promote a school climate and working conditions more conducive to professional work in 

schools (OECD, 2021). The qualitative study aimed to examine elementary teachers’ perceptions 

of school leadership practices that fostered teacher well-being before and during the global 

pandemic. 
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Figure 1 

Hypothesized Influence of School Leadership Practices on Teacher Well-Being 

 

Definition of Key Terms 

Distributed Leadership is a leadership style about building the capacity of others through 

collective engagement and action (Azorin, 2020). 

A Global Pandemic is a global disease outbreak. The coronavirus–COVID-19–pandemic 

impacted the entire world during the 2019-2020 school year. The COVID-19 pandemic caused 

the closure of school buildings worldwide, forcing students to access their learning remotely. 

Teacher Efficacy is defined as the extent to which the teachers believe he or she can 

affect student performance (McLaughlin et al., 1978, p. 84). 

Teacher Well-Being is the reaction to the individual and collective physical, 

environmental, and social events that shape how educators respond to their students and 

colleagues (Graham et al., 2019). 
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Limitations and Delimitations  

Limitations 

The greatest limitation to the study was the qualitative data was gathered from four states 

within the United States, which limits the generalizability of the research. Other limitations 

include the interviews only provided teachers’ perspectives on the actions of their principals and 

did not provide an objective measure of the principal’s actions.  

Delimitations 

One delimitation presented in the study was the limit to 12 elementary teachers’ 

perceptions in the United States. Secondary teachers’ perspectives were not included for this 

study. 

Organization of the Study 

Chapter One provides an overview of the study, research questions, study’s significance, 

purpose statement, and conceptual framework. Chapter Two includes the literature related to the 

study of school leadership and teacher well-being. A detailed description of the methodology, the 

research design, and data analysis techniques is presented in Chapter Three. Results of the study’s 

data analysis are shared in Chapter Four. The study’s findings, implications for school leaders, 

suggestions for additional studies, and considerations are presented in Chapter Five. 
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Chapter Two 

A Review of the Literature  

In March 2020, a coronavirus pandemic created unprecedented expectations for schools 

as U.S. federal and state government officials took definitive action to close schools. Schools 

were forced to shift suddenly to virtual learning, causing educators a profound sense of 

helplessness (Bintliff et al., 2020). Teachers’ sense of self-efficacy is linked to their well-being 

(Klassen, 2010). To improve student learning outcomes in a virtual learning environment, 

primarily as we work through a global pandemic, an emphasis on teacher well-being and self-

efficacy has become the topic of conversation. 

The literature related to teacher well-being and self-efficacy are discussed in Chapter 

two. The search process was concentrated through three searches: (1) the role of school 

leadership, (2) how teacher efficacy impacts teaching and learning, and (3) the impact of teacher 

well-being during a crisis. The purpose of the search was specifically related to literature focused 

on the role of the principal and building teacher self-efficacy to cultivate teacher well-being 

during a global pandemic.  

Three major sections were identified in the literature review (1) Teacher Well-being, (2) 

Teacher Efficacy, and (3) School Leadership. The first section of the literature review describes 

the importance of fostering teacher well-being in education. The second section reviews the 

literature on teacher efficacy and its implications for teaching and learning. The third section 

describes the impact of school leadership on student achievement. A summary of the literature 

review is presented in the final section. 

Literature Search and Review Process 

In this proposed study, the researcher focused on a specific review of scholarly research 

on teacher well-being, teacher self-efficacy, and educational leadership.  

The search for relevant literature was conducted using The Virginia Polytechnic Institute and 

State University (Virginia Tech) library website, electronic databases including ERIC, 

Ebscohost, and Google Scholar. The primary methods were online databases which included 

numerous professional journals, books, dissertations, and article abstracts. The initial searches 

were limited to 10 years between 2011 and 2021. Key terms used in the online database searches 
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included: “global pandemic,” “transformational leadership,” “collective teacher efficacy,” “self-

efficacy,” “impact of school leadership,” and “teacher well-being.”  

Teacher Well-being 

Researchers Bintliff et al. (2020) completed a mixed-methods study aimed to identify the 

underlying causes of decreased teacher well-being during the immediate shift to online learning 

from March to June 2020. Survey results indicated teachers experienced secondary trauma from 

hearing their students express stress and anxiety due to the growing number of inequities ranging 

from poverty, lack of internet access, lack of food, eviction, and parent job loss (Bintliff et al., 

2020). Researchers reported that secondary trauma could have lasting effects on teacher well-

being, making it harder for teachers to develop supportive relationships, which may lessen the 

impact of their connections with students (Bintliff et al., 2020).  

A study including 60 primary and secondary school teachers found that relationships with 

students were the most important source of enjoyment and motivation (Hargreaves, 2000).  

Findings indicated that elementary teachers experienced more emotionally intense relationships 

than secondary teachers, who shared positive and negative emotions with student relationships. 

Secondary teachers described relationships as acknowledgment and respect and experienced 

more alienation from students (Hargreaves, 2000).  

Teacher interviews highlighted the value of personal relationships with students in their 

classroom and illustrated how negative relationships threaten teachers’ well-being (Spilt et al., 

2011).  

Teachers’ ability to cope with stress is an important issue to address. In a database of 26 

occupations, teaching was ranked as one of the highest in stress-related outcomes, with the 

primary explanation linked to teacher-student relationships (Johnson et al., 2005). Coping with 

stress is how a person handles agitating circumstances and the feelings expressed by these 

circumstances. The cognitive appraisal theory states that stress is an interaction between an 

individual and their environment when they find themselves without resources and put their 

health at risk (Aulén et al., 2020).  

Individuals react differently to stressful situations and strategies they use to cope with 

stress. One mixed methods study aimed to identify teachers’ coping profiles based on their self-

reports about coping strategies with work-related demands. Teachers’ descriptions of their 
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coping strategies were categorized as the problem-focused, emotion-focused, mixed problem, 

and emotion-focused. Findings show that teachers use emotion-focused coping strategies, to 

cope with the stress and strain deriving from work (Aulén et al., 2020). Researchers 

acknowledge the importance of finding the most suitable coping strategy for oneself in different 

situations. Incorporating problem-focused coping strategies can decrease teacher stress and 

positively impact their well-being.  

Educational studies that examine the importance of social relationships among students, 

teachers, and leadership are brimming with direct and indirect references to care and caring 

(Murphy & Torres, 2014). Caring leadership is often described by its purpose of promoting the 

general development and well-being of others (Louis et al., 2016).  

The conceptual framework for this study defined caring as a quality of social relationships with 

five core elements: attentiveness and authentic knowledge, motivational displacement, 

situationally, mutuality, and authenticity. Researchers identified an indirect relationship between 

caring leadership and student achievement. Findings indicate a significant positive relationship 

between student academic support, caring principal leadership, and collective teacher efficacy 

(Louis et al., 2016).  

Teacher Efficacy 

The sudden shift to online learning during the global pandemic, COVID-19, has caused 

teachers a profound sense of helplessness and a loss of professional efficacy (Bintliff et al., 

2020). Teachers’ core values drive their behaviors in school and influence their perception of 

self-efficacy. Teacher self-efficacy is defined as teachers’ beliefs in their ability to effectively 

handle the tasks and challenges related to their professional activity and play a key role in 

influencing student achievement and motivation (Barni et al., 2019).  

Researchers conducted a study based on Schwartz’s theory on human values to examine 

the relationship between teachers’ values and their self-efficacy. The 10 basic value types 

identified by Schwartz (2012) include power, achievement, hedonism, stimulation, self-direction, 

benevolence, universalism, tradition, conformity, and security (Barni et al., 2012). Schwartz 

characterized self-transcendence and conservation values as a social focus (concern with 

outcomes for others) and self-enhancement and openness to change as a personal focus (concern 

with outcomes for self). 
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The study by Barni et al. (2019) included 227 high school teachers in Italian high schools 

who completed three scales designed to measure personal values, teaching motivation, and 

teacher self-efficacy. Results showed teachers openness to change, and self-enhancement; 

autonomous motivations for teaching rated higher than controlled motivations, and teachers 

reported high levels of self-efficacy (Barni et al., 2019). Findings suggest that teacher efficacy is 

a driving force of teacher behaviors within the classroom setting. In addition, teachers’ self-

awareness of personal values may help prevent work-related stress and burnout. Teacher efficacy 

related to student outcomes has become a driving force of teacher behaviors in the classroom. 

These findings suggest that teachers’ self-knowledge of personal values may help prevent work-

related stress and burnout (Barni et al., 2019).  

Fackler et al. (2021) conducted an international study on all three domains of teacher 

self-efficacy (TSE); instruction, classroom management, and student engagement, investigating 

the relationship between teacher, principal, and school characteristics. Information was gathered 

from two questionnaires–teacher self-reports about their class and teaching and principal self-

report on school leadership and characteristics. It included about 104,000 teachers in about 6,500 

schools in 32 countries. Findings indicated that ‘the self-efficacious teacher’ is nonexistent, and 

there are different areas of development where teachers perceive themselves as self-efficacious. 

Based on these findings, researchers provide three practical implications:  

• Teacher education programs provide focused training on classroom management, 

student engagement, and instruction to provide awareness and help teachers develop a 

sense of self-efficacy. 

• Provide student teachers with classroom experience through guided internships and 

placements with the opportunity to receive constructive feedback. 

• Provide principals with authority to implement instructional leadership practices that 

support positive staff relationships and high academic standards (Fackler et al., 2021).  

Pressley, Ha, and Learn (2021) conducted a study that examined how new teaching approaches 

and requirements during the global pandemic impacted teacher efficacy. Participants included 

361 teachers across the United States who completed the Teacher Sense of Efficacy Scale 

(TSES) subsections of instruction and engagement. The research concluded that virtual teaching 

impacted average teacher efficacy scores for instruction and engagement compared to teachers 

teaching in a hybrid or in-person model (Pressley et al., 2021). Their findings revealed that U.S. 
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teachers’ self-efficacy was lower during the fall of 2020 and reported no difference in 

instructional or engagement efficacy scores based on teacher accolade or location. 

Collective Efficacy 

According to Bandura (1977), collective efficacy within an organization represents the 

beliefs of the group members concerning their performance capability. Collective efficacy beliefs 

are linked with the level of effort, shared thoughts, stress levels, and achievement of groups 

(Goddard et al., 2017). The potential for social resources to influence outcomes is best achieved 

when a group’s collective efficacy is sufficiently robust to compel members to action in pursuit 

of desired organizational attainments (Sampson et al., 1999). Sampson et al. argue that collective 

efficacy is essential to group functioning because it explains how results are produced through an 

organized capacity for action that is leveraged. Collective efficacy is vital to the exercise of 

organizational agency because groups are more likely to choose to resiliently pursue goals they 

believe themselves capable of attaining (Goddard et al., 2017).  

Bandura’s (1977) social cognitive theory suggests that the most potent source of efficacy-

shaping information is gained through an individual has lived experiences and that social 

persuasion can influence perceived efficacy. Goddard et al. (2017) completed a mixed-methods 

study that revealed the importance of school principals in supporting teacher collaboration and a 

sustained focus on instructional improvement. Researchers hold that collective efficacy within 

school settings is influenced by sources of efficacy-belief-shaping information. Teacher beliefs 

and behaviors are influenced by the persuasion of strong group norms and the group’s capability 

to reach goals (Goddard et al., 2017). Zambo and Zambo (2008) found that temporary 

professional collaboration between teachers raised their perceptions of the competence of other 

teachers.  

Stajkovic et al. (2009) suggested that collective efficacy fully mediates the relationship 

between group potency and performance. According to Hattie (2009), collective teacher efficacy 

is an essential predictor of student learning. A high level of collective efficacy can maintain a 

system of collective belief in student achievement and solid expectations for teachers’ and 

students’ learning outcomes (Woolfolk et al., 2006). Teachers with solid collective efficacy can 

contribute to school leadership capacity by sharing their knowledge with colleagues and taking 

on informal and formal leadership roles within the school organization (Angelle & Teague, 
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2014). Goddard et al. (2017) hold that school leaders who provide a sustained instructional 

leadership approach to improve instruction will help teachers develop a greater collective 

efficacy. According to Hattie and Clarke (2019), collective teacher efficacy, principal leadership, 

and school climate promote the most successful student outcomes.  

School Leadership  

School leaders are presented with the difficult challenge of cultivating and managing 

teaching and learning environments that balance high expectations and support. Researchers 

widely agree that school leadership indirectly and positively influences student outcomes 

(Hallinger, 2003; Hochbein & Cunningham, 2013; Özdemir et al., 2020; Sun & Leithwood, 

2012). However, according to Sebastian and Allensworth (2012), it is unclear which four 

responsibilities of the principal role are most critical for improving instruction and student 

learning. The way principals specifically create an impact on school outcomes has been unclear 

and questioned until recently (Dhuey & Smith, 2018).  

Witzier and colleagues (2003) conducted a quantitative meta-analysis of 37 published 

studies from 1986 to 1996 to estimate the effect size of educational leadership on student 

achievement based on the direct effect models. The results of their study found no significant 

link between principals’ scores on a measure of leader effectiveness and student performance. 

Witziers and colleagues’ study identified the following factors related to educational leadership 

and student achievement:  school organization, school culture, teacher behavior, and classroom 

practices  

A McREL meta-analysis of 70 studies was conducted to develop a balanced leadership 

framework that identified 21 leadership responsibilities with links to student achievement 

(Waters et al., 2003). Findings reported that the average correlation between principal leadership 

(independent variable) and student achievement (dependent variable) is .025 (Waters et al., 2003, 

p. 3). Researchers concluded that school leaders could positively or negatively impact student 

achievement based on two variables. The first variable is the focus of change–“leaders properly 

identify and focus on improving the school and classroom practices that are most likely to have a 

positive impact on student achievement” (Waters et al., 2003, p. 5). The second variable is the 

order of change–“leaders adjust their leadership practices according to the changes within their 

building” (Waters et al., 2003, p. 5).  
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In 2008, Australian researchers conducted a meta-analysis of 27 studies that found 

instructional leadership behaviors had three to four times the effect size of transformational 

leadership behaviors (Robinson et al., 2008). Researchers concluded, “the closer leaders are to 

the core business of teaching and learning, the more likely they are to make a difference to 

students” (Robinson et al., 2008, p. 636). Another study by Branch et al. (2013) investigated the 

belief that an effective principal is the key to a positive school community. Their study provided 

evidence of the importance of effective principal and their contribution to growth in student 

achievement. Researchers measured how average gains in student achievement differ across 

principals in different schools and in the same schools at different points in time (Branch et al., 

2013). The analysis combined different data sources that created matched data sets of principals, 

teachers, and students over many years, specifically focusing on elementary and middle schools. 

Branch and colleagues used a basic value-added model to examine the extent to which math 

achievement in a school is higher or lower than expected based on the characteristics of the 

student population. Results from this study demonstrated that student achievement is positively 

impacted by highly effective principals and negatively impacted by ineffective principals 

(Branch et al., 2013). Researchers concur that principals indirectly contribute to student 

achievement and school effectiveness by influencing teachers’ instructional quality in classrooms 

(Hallinger, 2003). Hattie (2012) described the comparative differences between various school 

improvement strategies using an effect size.  

The roles and responsibilities of school leaders have shifted from simply managerial to a 

more intentional focus on the academic and behavioral success of all students. As demands 

increase for all students to succeed as learners, the role of the principal must be reconceptualized 

to maximize the impact on student learning (Fullan, 2014). “School principals can no longer 

function as building managers, adhering to district rules and carrying out regulations.  

Principals today must be instructional leaders capable of developing a team of teachers who 

deliver effective instruction to every student” (The Wallace Foundation, 2013, p. 6). These 

demands have led researchers to investigate the relationship between principal quality and 

student outcomes (Krasnoff, 2015). The Wallace Foundation (2013) commissioned reviews on 

school leadership and why education leadership might not have gotten the attention it deserved 

(Grissom et al., 2021a). Leithwood et al. (2004) investigated the connection between improved 

student learning and principal leadership. This longitudinal study aimed to identify starting 
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points for researchers to understand better the links between student learning and leadership. 

Findings from this study demonstrated that principals are second only to teachers as the most 

influential school-level factor impacting student achievement, and effective leadership impacts 

struggling schools the most (Leithwood et al., 2004).  

A commissioned report by the Wallace Foundation (2013) dug into three broad aspects of 

today’s school leaders: their impact on student outcomes; who they are, including demographic 

profiles; and the skills and behaviors that effective principals display. The results of this school 

leadership review suggest that effective principals influence student achievement through their 

ability to develop a vision of academic success built on high standards; create a safe and 

cooperative culture and climate; cultivate leadership in others; improve instruction and support 

teachers to instruct at their best and students to demonstrate academic growth; and supervise 

people, data, and processes that foster school improvement. The evidence from this report 

expanded the role of principals as instructional leaders, and it supported the idea that the key to 

successfully implementing school reform is improving school leadership (The Wallace 

Foundation, 2013). School leadership has continued to evolve and led The Wallace Foundation 

to commission a new review of the evidence linked to leadership and learning (Grissom et al., 

2021a).  

Effective school leadership is essential to student academic achievement and success. This new 

report summarized the link between school leadership and student outcomes in the United States 

since 2000. The research focused on three main questions (1) Who are public school principals, 

and how have their characteristics changed over the past two decades? (2) How much do 

principals contribute to student achievement and other school outcomes? (3) What are effective 

principals’ characteristics, skills, and behaviors? (Grissom et al., 2021a). Researchers 

systematically searched over 4,800 empirical research studies using qualitative and quantitative 

coding methods to synthesize 219 studies. Data from six studies using panel data methods were 

used to quantify the principal effect size, reporting that a one standard deviation increase in 

principal effectiveness would result in an additional 2.9 months of mathematics learning and 2.7 

months of reading learning each year (Grissom et al., 2021a). When comparing a principal’s 

effectiveness to that of a single teacher, the contributions of the principal to student achievement 

were much more remarkable. Grissom et al.’s study identified three skills that impact school 

leaders’ effectiveness. The researchers described these skills in four classes of behaviors that 
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drive principal contributions:  instructional-focused engagement with teachers, building a 

productive school climate, facilitating professional learning communities (PLCs) and productive 

collaboration, and managing resources and personnel strategically. Results from this study 

contributed to the consensus that the improvement of principal training and support is paramount 

to principal effects (Grissom et al., 2021a).  

Summary 

The literature shows that teachers’ personal and professional well-being is linked to close 

relationships with students. Correlational research indicates teacher-student relationships 

characterized as disrespectful or conflictual have a negative impact on both personal and 

professional teacher well-being (Spilt et al., 2021). Teachers’ self-efficacy beliefs are nurtured 

by mastery experience, vicarious experience, verbal persuasion, and emotional arousal (Fackler 

et al., 2021). One study found that teachers experience more job satisfaction and less burnout 

when they feel competent and confident in their roles (Zee & Koomen, 2016). School leadership 

plays an essential role in developing school-level constructs through the instructional 

environment and in developing classroom-level constructs of teacher instructional practices to 

further enhance the direct impact of teachers on student outcomes (Heck & Hallinger, 2014). 

Past leadership studies have identified the effects of school culture, collective efficacy, 

engagement, and learning climate on student outcomes (Cansoy & Parlar, 2018; Marzano et al., 

2005; Sebastian & Allensworth, 2012). Principals must commit to serving as instructional 

leaders that shape teaching and learning (Krasnoff, 2015). Building collaborative decision-

making structures and providing individualized staff support through mentoring and coaching 

were the most effective leadership practices for impacting student achievement (Sun & 

Leithwood, 2012). In conclusion, decades of research from prominent researchers synthesized 

five practices of effective principals: instructional-focused interactions, building and fostering a 

productive school climate, facilitating collaboration, strategic management, and leading for 

equity (Grissom et al., 2021b). 
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Chapter Three 

Methodology 

Elementary teachers’ perceptions of leadership practices necessary for cultivating teacher 

well-being before and during the global pandemic were sought. The onset of the coronavirus 

pandemic in the spring of 2020 dramatically shifted the roles and responsibilities of school 

leaders as schools shifted to a virtual teaching and learning environment. Analyzing what 

teachers report as effective leadership practices before the pandemic and what practices impacted 

well-being during the pandemic can help principals to build a positive and supportive school 

culture. As school districts across the United States face teacher shortages and teacher burnout 

challenges, discussions of the new post-COVID reality must occur among educators and school 

leaders. The outcomes of the study identify specific leadership practices that contributed to 

teacher well-being before and during the pandemic adding to the research on creating a healthy 

and sustainable education system.  

The methodology used to conduct the study is presented in this chapter. The research design 

and sampling procedures are explained. Then, data collection and analysis, were described. The steps 

taken to ensure validity and reliability are also included in this section. CITI certification has 

already been established (see Appendix A). 

Research Design 

The researcher explored elementary teachers’ perceptions of leadership practices that 

cultivated teacher well-being before and during the COVID-19 pandemic through open-ended 

interview questions. Maxwell (2013) explained that qualitative research has openness and 

flexibility, allowing the researcher to modify the research design and focus on pursuing new 

relationships or discoveries. Qualitative research is described as a belief that people construct 

knowledge.  

Open-ended interview questions contributed to understanding how teachers made sense of their 

experiences before and during the COVID-19 pandemic. The questions were designed to invite 

participants to tell their stories. Maxwell (2013) explained that framing your questions in terms 

specific to the participants included in research protects the researcher from inappropriate 

generalizability and helps to recognize the diversity among the individuals.  
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Research Questions 

The two overarching research questions are as follows: What leadership practices have 

elementary school principals led that positively impacted teacher well-being prior to the COVID-

19 pandemic? What leadership practices have elementary school principals implemented that 

have fostered teacher well-being during the COVID-19 pandemic? The selected elementary 

teachers were contacted to conduct interviews following the receipt of Institutional Review 

Board (IRB) approval (see Appendices A and B) from Virginia Tech. Each elementary teacher 

was interviewed via Zoom after receiving initial communication and verbal consent.  

First, a request email was sent to teachers utilizing the script found in Appendix C. The 

information sheet in Appendix D was sent to the teacher once the participant agreed to the 

interview. Following the consent of all participants, (see Appendices E and F), a date and time 

were selected. The interview protocol found in Appendix G was followed. The study aimed to 

explore the most important leadership practices that contributed to cultivating teacher well-being 

before and during the pandemic.  

The goal of this study was to recognize specific leadership practices necessary to foster 

teacher well-being and the impact that has on building a healthy and sustainable school system. 

The qualitative study derived data from interviews with 12 elementary teachers from within the 

United States working in Massachusetts, North Carolina, Virginia, and Texas. The implications 

of the study included the need for school divisions to make time and space for teacher well-being 

and to create systems of communication that prioritize information for teachers. Furthermore, the 

study will provide school division leaders and principals insight to reduce barriers to teacher 

efficacy.  
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Table 1 

Alignment of Research and Interview Questions 

Research Question Interview Question 

1. What leadership practices have 

elementary school principals led 

that positively impacted teacher 

well-being prior to the COVID-19 

pandemic? 

What are your perceptions of teacher well-being 

practices implemented by your principal principals 

before the COVID-19 pandemic? 

What are your perceptions of leadership practices 

needed to cultivate teacher well-being prior to the 

COVID-19 pandemic? 

 
2. What leadership practices have 

elementary school principals 

implemented that have fostered 

teacher well-being during the 

COVID-19 pandemic? 

What are your perceptions of teacher well-being 

practices implemented by principals during the 

COVID-19 pandemic? 

What do you wish your principal did to foster teacher 

well-being during the pandemic? 

What lasting effects did the pandemic have on your 

well-being as an elementary teacher? 

 

Participant Selection 

Purposeful sampling was used to recruit a pool of elementary school teachers to 

participate in the study. As Merriam (2016) explains, that purposeful sampling is grounded on 

the assumptions that the researcher wants to discover and understand and “therefore must select a 

sample from which the most can be learned” (p. 96). The sample was selected within the United 

States and included 12 elementary teachers who work in Massachusetts, North Carolina, Texas, 

and Virginia. They were selected because they met the criteria of three or more years teaching 

experience and taught during the pandemic. Schools from urban, suburban, and rural settings 

were included in the sample, allowing for a range teacher experiences to be explained. Interviews 

with both new and veteran teachers contributed to various perceptions and experiences as it 

relates to leadership practices that cultivated teacher well-being before and during the pandemic. 
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Data Collection and Gathering Procedures 

Interviews 

To explore teachers’ reflections and experiences, one-on-one teacher interviews were 

conducted. Interview appointments were made utilizing Zoom to connect with individual 

participants. According to IRB protocol, each participant received an information sheet and provided 

signed consent forms. Interviews were conducted from September through October 2022 at a 

mutually agreed-upon date and time. All interviews were recorded on a computer using the Zoom 

application’s feature to capture the conversation. The interview transcript was then saved to a Google 

Sheet, where it was thoroughly reviewed. Files were labeled with pseudonyms, for example, 

Participant 1, Participant 2, Participant 3, etc., to guard the elementary teachers’ identities from the 

transcriptionist. The anonymity of all participants was ensured through the assignment of code names 

during the analysis process. The confidentiality protocol was followed carefully to protect the 

participants’ privacy throughout the data gathering and analysis process. The participants’ names nor 

the school’s names appeared on any files except one secured document. Credibility and rigor were 

ensured through the process of member checks and participant validation.  

Reflexive Memos 

Memo entries were made after each interview in the form of a reflective journal.  

Memos help the researcher make sense of the studied topic through reflection, analysis, and self-

critique (Maxwell, 2013). Entries were made following each interview to note the vast amount of 

information being collected. Furthermore, the written reflections included impressions of the 

participant’s comments and acknowledged personal bias. Maxwell stated that memos are one of 

the most important techniques used in qualitative research. 

Data Analysis 

Merriam (2016) described “Data analysis as a complex procedure that involves moving 

back and forth between concrete bits of data and abstract concepts, between deductive and 

inductive reasoning, description and interpretation” (p. 202). The study aimed to understand 

teachers’ perceptions leadership practices that fostered teacher well-being before and during a 

pandemic.  
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The researcher collected and transcribed data from individual participant interviews. 

After each interview, the researcher transcribed the responses and wrote a memo about the 

experience. Merriam (2016) described the construction of categories as inductive reasoning. The 

researcher developed a system to break down bits of information from the interview 

transcriptions and reflexive memos to identify themes. Open coding was used to develop 

categories within each theme. The inductive coding process involved reviewing and comparing 

interview transcripts and reflexive memos and looking for patterns, relationships, and 

experiences. Notations were made within a google spreadsheet to record and color thematic code 

categories. The analysis focused on how relationships and experiences impacted teacher well-

being before and during the pandemic. Data analysis was continuous and combined inductive 

and comparative coding techniques to describe the themes. The goal was to obtain well-

supported conclusions grounded in the continuous analysis of the qualitative study. 

Validity and Reliability 

Merriam (2009) described reliability as the limit to which an investigation and its results 

can be replicated. The researcher drew from two data sources – interview transcriptions and 

entries in a reflexive journal. According to Merriam, triangulation is a means to ensure validity 

and reliability through cross-checking and comparing data collected over different times or 

places.  

To assess for validity, the researcher used “respondent validation” related to the individual 

teacher interviews. Transcribed copies of the individual interview responses were provided to the 

teacher participants to review for accuracy. Maxwell (2013) asserted that member checks are an 

important way of ruling out the possibility of misunderstanding the meaning of a participant’s 

perspective and identifying researcher bias. Content validity was used to determine the 

appropriateness of research questions and interview protocol.  

To address the protocol’s validity, the researcher sought feedback from a panel of 

experienced administrators in educational leadership. Six administrators participating in the 

Virginia Tech Doctoral Program, Richmond Cohort, provided feedback electronically to the 

researcher via email. The researcher used the feedback to determine whether the interview 

protocol gathered the intended data to answer the research questions.  
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Methodology Summary 

This qualitative study to explore perceptions of 12 elementary teachers in the United 

States regarding the leadership practices that cultivated their well-being before and during the 

global pandemic has been explained in detail. The protocol set out by the Virginia Tech IRB 

protocol was followed. Responses were recorded, and invitations for participant validation 

through member checks were practiced. The participants were first assigned pseudonyms and 

then coded to protect identities. The researcher analyzed and coded the responses to identify 

recurring themes. Chapter Four includes the findings and results of the study. An analysis of the 

data, a summary of findings, reflections, and implications for practitioners are presented in 

Chapter Five. 
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Chapter Four 

Data Analysis and Results 

This study aimed to explore elementary teachers’ perceptions of leadership practices that 

contributed to the well-being of elementary teachers before and during the COVID-19 global 

pandemic. Interviews were conducted with 12 elementary teachers from the United States who 

worked in Massachusetts, Texas, Virginia, and North Carolina. The elementary teachers were 

selected based on the following criteria: (1) taught for three or more years prior to March 2020, 

(2) served as elementary teachers during the 2020-2021 and 2021-2022 school years, and (3) 

currently serves as an elementary teacher. The sampling of teacher participants in this study 

teach in urban, suburban, and rural settings, allowing for a variety of teacher experiences to be 

described. 

Research Questions 

The research is based on two overarching research questions: 

1. What leadership practices have elementary school principals led that positively 

impacted teacher well-being prior to the COVID-19 pandemic?  

2. What leadership practices have elementary school principals implemented that have 

fostered teacher well-being during the COVID-19 pandemic?  

Codes 

Codes were assigned to ensure the anonymity of all participants during the analysis 

process. Each file was labeled with a pseudonym, for example P1, P2, P3, etc., protecting the 

identities from the transcriptionist. A “P” designates the 12 elementary teacher participants.  

Research Question One 

What leadership practices have elementary school principals led that positively 

impacted teacher well-being prior to the COVID-19 pandemic?  

When asked about leadership practices that were implemented by their principals prior to the 

COVID-19 pandemic, beliefs and experiences were shared by participants in the profession.  
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Interview Question One 

What are your perceptions of teacher well-being practices implemented by your 

principal before the COVID-19 pandemic? All 12 participants, at some level, voiced the value 

of empathetic leadership, morale boosters, and PLCs as essential to foster teacher well-being 

prior to the COVID-19 pandemic. However, the individual participants’ experiences varied. 

Empathetic Leadership. A common term that came to the forefront of each interview 

was empathy. P9 spoke to an empathetic leader, “You knew if you went to her, you were with a 

safe person, and she loved you” (l17-20) According to The Center for Creative Leadership 

(2022), empathetic leadership can understand the needs of others and be aware of their feelings 

and thoughts. Teachers described principals who communicated a family first mindset through 

their words and actions. Like P9 and P2, P11 referenced an empathetic leadership style that 

focused on the importance of family and relationships, “she is very good about giving us grace 

and finding the why behind holding us accountable” (l22). Three participants spoke to principals 

who made school fun, providing a safe space for teachers to communicate concerns and 

encouraged celebrations. P8, like P1, P4, and P5, described a principal who focused on engaging 

teachers, “my principal tried to make school a fun place to be tried to make it a place where you 

felt that you could share if things were frustrating you, but understanding that things still had to 

be done” (l21). P7 shared that the principal did not have classroom teaching experience before 

becoming an administrator, “the pandemic helped her develop empathy. She would visit 

classrooms, check in with us, and adjust her expectations for teachers” (l52). 

Morale Boosters. Eleven participants shared similar experiences with principals who 

brought snack carts around the school and partnered with their parent teacher association (PTA) 

to provide lunches and other treats for teachers. Like P4, P12 focused on morale boosters, “we 

had an active PTA that provided drinks and snack carts” (l15-17). P6 described moral boosters 

and mentioned positive relationships, “PTA would come and bring us treats or provide lunches 

for teachers” (l13). P5 spoke to a principal who would create themed staff meetings. One 

example was when the principal dressed as a pilot, and the theme was Taking Flight. P4 

referenced morale boosters (snack in a mailbox or handwritten note). It focused on “involving 

developing teachers as leaders,” (P4, l23) whereas P7 stated, “low teacher morale possibly due to 

the superintendent at the time and high demands on teachers” (l24). P1 described a laissez-faire 

leadership style that provided teachers with autonomy in their classrooms, stating that “well-
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being practices include monthly staff meetings with teachers being recognized with a golden 

apple, relaxed dress code, and open-door policy” (l17). One participant referenced low teacher 

morale due to high demands placed on teachers with no effort to celebrate throughout the year.  

Professional Learning Communities (PLCs). Three participants referenced principals 

who established consistent times for teachers to collaborate and plan together. P1, P2, and P3 

characterized leaders that focused on the importance of family yet focused on the professional 

learning structure “three to four days per year to plan as a grade level” (P3, l31). A PLC are an 

ongoing process in which educators work collaboratively in recurring cycles of collective inquiry 

and action research to achieve better results for the students they serve (Dufour et al., 2006). P4 

referenced a principal who used PLCs to develop teachers as leaders by having teachers facilitate 

specific professional learning discussions and provide professional development for their teams.  

P5, like P4, described leadership practices that focused on building teacher capacity 

through modeling instructional strategies “she modeled UDL strategies with teachers, which 

helps us to see how we can use them with our students” (l30-32). P10 focused on the importance 

of PLCs, “meeting as a group and having that time to professionally hash out things and 

discussion of things that led me to feel more confident in myself as a teacher” (l14-16). 

 

Table 2 

Leadership Practices that Cultivated Teacher Well-Being Prior to the Pandemic 

Practice P1 P2 P3 P4 P5 P6 P7 P8 P9 P10 P11 P12 

Empathetic Leadership X X  X X   X X  X  

Morale Boosters X X X X X X  X X X X X 

Professional Learning 

Communities 

X X X X X     X   

 

Teachers shared specific examples of handwritten notes, jeans pass, snack carts, themed 

meetings, and staff recognition used by their principals to boost teacher morale. Three 

participants spoke to data-driven and short-term focused leadership styles, whereas nine 

participants shared experiences with leaders who exhibited soft skills, empathy, and teamwork 

skills. The shared leadership practices that positively impacted teacher well-being included 

consistent PLCs structures where teachers collaborate and build their capacity as teacher leaders.  
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Interview Question Two 

What do you wish your principal did to foster teacher well-being prior to the 

pandemic? Participants’ responses regarding their perceptions of skills necessary to foster teacher 

well-being before the global pandemic fell into three categories: a) job demands, b) professional 

respect, and c) the gift of time.  

Teacher Demands. P10 shared the importance of recognizing reasonable expectations 

and helping teachers develop a balanced plate regarding teaching demands. Four participants 

spoke about the demands placed on teachers. P11 stated that many leaders forget what it is like to 

be a classroom teacher once they have stepped away from it. “Once you are out of the classroom, 

you forget all the little things. So sometimes it would be more of an oh, it is just one thing, and 

while it is one more thing, it is one of all the little things piled up” (P11, l40-43). Two 

participants (P4 and P9) referenced a principal who did not make personal connections with staff 

and lacked consistent expectations across grade levels. P4 shared that teachers were working in 

silos, “There was not much focus on helping us collaborate, seeking each other out, and that is 

where I kind of had to do it on my own” (l36). P9 indicated leaders could have done more by 

talking to classroom teachers, “Teachers feel like, as a classroom teacher, your plate grows and 

grows” (l37). The missed opportunity to build relationships and manage conflict with staff added 

to teacher stress. P3 spoke to a principal who did not provide constructive feedback or address 

conflicts between teachers, whereas P7 mentioned a principal who was not cognizant of the job 

demands. P5 shared an experience with a principal that required detailed lesson plans, yet did not 

offer feedback, stating, “Maybe she could have been in classrooms more often to provide 

feedback on how things were going” (l45). For different reasons, administrators are in different 

classrooms; being visible in all classrooms would have been helpful” (P5, l47). 

Professional Respect. To help teachers persevere through challenges, participants 

referenced the need for principals to respect teachers as professionals. P6 communicated,  

As a new principal, I wish she had taken the time to build relationships with teachers and 

get to know us personally. She would walk through the halls, and teachers appeared 

scared of her rather than wanting to engage in conversation. Connecting with us 

personally communicates to teachers that you care. (l41-43) 

P2 stated that teachers often felt like just a name and number as data conversations were always 

focused on an entire team rather than individual classrooms and students.  
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Three participants (P7, P10, and P11) spoke to leaders who forget what teachers have on 

their professional plates and the need to recognize that one more thing can be heavy for some. P7 

stated, “I wish my principal would have given us a little more professional respect and would 

have been cognizant of our job demands” (l23). Both P6 and P8 noted the wish for consistency 

among grade-level expectations and the need for constructive feedback from leaders. P6 stated, 

“We rarely received feedback that helped us to grow as teachers” (l18-19).  

Gift of Time. If we want teachers to develop more extraordinary skills or the challenges 

of teaching, we need to devote time to help them be successful. Seven participants referenced the 

importance of providing time for teachers to have collaborative planning, build relationships, and 

receive constructive feedback on their practice. P12 spoke to the need for quarterly planning 

days for teams to prepare for the next term, “the gift of time can help teachers to develop 

confidence with their craft” (l22-23). 

 

Table 3 

Leadership Practices Elementary Teachers Wished for During the Pandemic 

Practice P1 P2 P3 P4 P5 P6 P7 P8 P9 P10 P11 P12 

Teacher Demands   X X X    X X X  

Professional 

Respect 

X X    X X X X X X  

Gift of Time X  X X X    X X X X 

 

Eight participants drew upon their experiences emphasizing professional respect, consistent 

communication, and accountability measures for teachers. A focus on relationship building was 

also mentioned among the six teacher participants who spoke about understanding teacher 

demands. 

Summary of Research Question One 

Similarities in the consistent practice of morale boosters and the opportunity to 

collaborate with other teachers plays a pivotal role in fostering teacher well-being as described 

by the 12 participants’ responses to the question. However, the principals’ leadership styles 

significantly differed in teacher perceptions. Two participants shared experiences with principals 

who were micromanaging and did not consider the burden of teacher demands. Ten participants 
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referenced experiences with principals who demonstrated a balance between compassionate and 

distributive leadership. All 12 participants agree that the demands for teachers are high and that 

principals can support the well-being of teachers by empowering and respecting teachers as 

professionals.  

Research Question Two 

What leadership practices have elementary school principals implemented that have 

fostered teacher well-being during the COVID-19 pandemic? Elementary teachers 

acknowledged school closures and the immediate shift to virtual teaching and learning during the 

global pandemic while identifying leadership practices implemented by their principals during 

the global pandemic. The participants were then asked to share the lasting effects of the 

pandemic on their well-being as elementary teachers.  

Interview Question One 

What are your perceptions of teacher well-being practices implemented by 

principals during the COVID-19 pandemic? Recognizing that school leaders were wrestling 

with many demands due to the global pandemic, elementary teachers were asked to identify 

teacher well-being practices implemented by their principals. Within the context of 

communication and relationships, the importance of teacher collaboration presented. One 

participant, P12, spoke about the need for team planning for teachers and collective 

conversations focused on student progress.  

Communication. Three participants (P1, P8, and P4) recognized the extreme challenges 

principals faced because the rules we had set forth in education were no longer there as a 

structure of education. The mode of communication was an immediate change of practice for 

school divisions. Elementary schools were used to having monthly faculty meetings face to face, 

and overnight the meetings were moved to Zoom. P4 stated that principals were trying to keep 

their heads above water while trying to support teachers and families and get technology where it 

needed to be, “You know the teachers’ needs were not a focus not at that point, because we 

needed to meet what the kids were dealing with and help the parents” (l47). 

P2 described a district-wide delayed start to getting kids online to allow for professional 

development for teachers focused on the well-being and mental health practice, whereas P10 and 
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P11 noted a school district that placed teacher well-being in the hands of building-level leaders. 

P11 shared that the principal would fight for teachers by being visible in classrooms and 

witnessing what teachers were experiencing daily, “It was more about these teachers need us, 

and while the kids need us too, there is no excuse for us letting a kid fail like if teachers are not 

getting what they need” (l63).  

P5 described a principal’s creative communication with staff, “My principal sends out a blog to 

the staff. She writes with a focus on some educational concepts. Staff meetings were virtual, and 

she let us move into breakout rooms to talk with smaller groups at different grade levels” (l55). 

Relationships. Four participants (P5, P6, P9, and P10) noted the importance of belonging 

and connection to overall teacher well-being. P10 stated, “My principal created the ‘Spark 

Award,’ which encouraged teachers to recognize another teacher that they have seen doing good 

things” (l61). P5 shared leadership practices such as virtual trivia and karaoke nights which 

focused on fun and building relationships stating, “my principal did a great job of creating 

opportunities for us to connect and have fun outside of school hours” (l58). P9 spoke to similar 

experiences with Zoom-style socials for faculty that allowed teachers to connect with others in a 

relaxed environment, whereas P3 and P7 both noted the lack of effort by leadership to engage 

staff in creative ways during that time. P6 spoke to a principal who visited homes to deliver yard 

signs and words of encouragement, building upon the school’s reputation for being a close-knit 

community.  

 

Table 4 

Leadership Practices that Cultivated Teacher Well-being During the Pandemic 

Practice P1 P2 P3 P4 P5 P6 P7 P8 P9 P10 P11 P12 

Communication X X X X X X  X  X X  

Relationships X X X X X X  X X X X X 

 

All 12 participants acknowledged this was a complicated question as there was no rule book for 

principals during the pandemic. Principals, the data suggested, were thrown into crisis 

management and expected to prepare for the impossible. Teachers referenced various sources of 

stress, worry, or anxiety caused by the global pandemic and school-related factors.  
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P4 spoke to the intense focus on supporting students and their families. They did what they could 

to engage teachers virtually and provide outlets for staying connected as a school community.  

Interview Question Two 

What do you wish your principal did to foster teacher well-being during the 

pandemic? When asked about leadership practices elementary teachers wished were implemented 

by their principals, participants drew from their experienced during the pandemic. Recognizing 

school leaders were faced with the emotional ups and downs of creating new systems; participants 

noted the importance of communication structures and personal connections. 

Communication. P1 and P6 mentioned the need for communication structures for the 

principal to share information with staff during the pandemic. P1 stated,  

I wish there had been more structure. A clear, defined expectation of consistent regular 

meetings. We are trying to set structures in place; it just was an overflow of information 

coming in different directions, and it was challenging to prioritize what we needed to pay 

attention to get our jobs done and done well. I would have preferred that my principal 

create a structure where there was an expectation of how the information would be 

communicated and when (e.g., Weekly zoom meeting or email updates on this day each 

week). (l78-87) 

Participants affirmed the need for principals to speak candidly and directly in person to reduce 

miscommunications. P11 described a principal who effectively communicated while 

acknowledging the heavy load teachers were carrying, whereas P2 and P4 spoke to the wish that 

their principals provide teachers with the opportunity to communicate their needs during the 

pandemic.  

Personal Connections. P3 and P6 mentioned the desire for time to connect with others 

and spoke to missed opportunities for personal connection due to COVID protocols. P7 stated, “I 

feel as though all that could be done during this time was to encourage staff to take care of their 

families and themselves” (l58). As stated by P3, “COVID protocols did not allow us to come 

together; therefore, the normal staff engagement opportunities were missed” (l61-63). P12 

referenced the absence of collaborative planning for teacher teams, “I feel like they could have 

continued giving teachers that time to plan. Fostering time for teachers to collaborate” (l22-23). 

P8 spoke to the lack of visibility from principals during the pandemic, “I believe it was in part 
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due to contract tracing and the many other stressors placed on principals at that time. It would 

have been helpful to have received feedback and for my principal to check in with us.” (l47-50). 

P9 described the need for principals to be visible in classrooms and identify the needs of teachers 

and students. P5 communicated, “I experienced a big lack of empathy from our administration. 

We would just be told to adjust our sails and go with it. I wish the administration would have at 

least asked how they could help us.” (l57). P7, P4, and P10 suggested the idea of check-ins with 

teachers and the importance of face-to-face meetings. P10 stated, “I wish we had had more 

personal conversations and not just professionally driven conversations. Check-ins with staff are 

important and let teachers know you care about them too” (l61). 

Interview Question Three 

What lasting effects did the pandemic have on your well-being as an elementary 

teacher? For this question, significant themes were noted across all participant responses. The 

themes were evident as similarities in participants’ experiences with pandemic teaching and 

leadership practices focused on teachers’ mental health and well-being. 
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Table 5 

Participant Quotes for Identified Themes Related to the Effects of the Pandemic on Teacher 

Well-Being 

Theme Selected Participant Quote 

Reflection "I accepted a new job and stepped away from the classroom this year. I am 

now serving as an interventionist. The demands on classroom teachers prior to 

and throughout the pandemic led me to burnout, and I needed a change." (P2) 

"Disappointed that our profession is no longer respected. I have loved this 

career, but the joy is gone." (P4) 

Communication "I think the parents also got this false sense of we can go on vacation whenever 

you want, and so we are constantly like trying to catch kids up." (P11) 

Relationships "I wish my principal had more rapport with the individuals than just grouping 

us all. With a focus on just data, we were lumped together as first-grade teachers 

versus looking at individual teachers. Many times, we felt like just a name and 

number." (P2) 

"I have a lot of distrust of parents that when you know, they say their child is 

sick, I have to trust that their child has been tested for COVID and that they are 

taking appropriate precautions. That has not been the case since the return to 

school." (P11) 

Building Teacher 

Capacity 
"I feel like a first-year teacher all over again, and that was hard. How do we 

give them what they need and still keep the other kids moving as well?” (P9) 

"I wish there was thoughtfulness about how long things take to do. I always try 

and equate it to like a plate of food. I want to have a healthy balanced plate of 

food. I do not want a golden corral buffet of food like you cannot play pile and 

pile on my plate. I need a balanced plate of food." (P10) 

 

The disruptions and hardships caused by the pandemic have created new pressures and 

traumas for teachers. Supportive school environments that foster camaraderie among staff to 

build positive relationships help to reduce teacher stress. Participants suggest that leaders must 

look beyond well-being strategies to reduce teacher burnout and work collaboratively to make 

schools a place where teachers and students thrive.  

Summary of Research Question Two 

Responses demonstrated teachers’ ability to reflect on their experiences and identify 

leadership practices that fostered their well-being. Communicating with clarity and transparency 

were important to participants, especially during the pandemic. Consistent communication 

practices are necessary to ensure teachers feel supported, and parents receive information. A 
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second practice stated by participants was a checking in system with teachers. Participants 

referenced Google forms used by principals to survey teachers weekly and ask how they are 

doing or daily classroom visits to engage in personal conversation. Participants noted the need 

for personal human connection and interaction to foster their well-being during the pandemic. 

The interviews show that elementary teachers have not spent time reflecting on their experiences 

throughout the pandemic. Ten out of the 12 participants experienced deep emotional responses 

when responding to the last question. Participants visibly teared up as they shared their 

experiences, recognizing the trauma they experienced during pandemic teaching. P4 described 

the struggle for teachers to provide adequate support to students when they have yet to face their 

trauma from the pandemic. The pandemic created new pressures and traumas for educators and 

students while revealing gaps in systemic support. 

Summary of Chapter Four 

The COVID-19 pandemic disrupted everyone’s lives and has deeply affected educators. 

Worldwide, the face of education was shifted with no set protocols to follow. All 12 participants 

shared similar views on the perceptions of leadership practices that fostered teacher well-being 

before and during the COVID-19 pandemic. Leadership practices, such as listening to feedback 

and facilitating teacher collaboration, cultivated teacher well-being. The prolonged stress from 

pandemic-driven changes have caused teachers to experience compassion fatigue and burnout. 

The traumatic impacts of the pandemic on elementary teachers and the benefits from overcoming 

pandemic-related challenges must first be acknowledged by school leaders. 

 High-quality teaching requires authentic, positive human relationships between teachers, 

students, and parents, and the whole system suffers when relationships are strained. Participants 

shared that principals who created a school culture that builds teacher efficacy through 

collaboration, time, and support can help to mitigate the stress teachers are faced with and 

improve the quality of teaching. We can strengthen our organizational practices by drawing from 

teachers’ recent experiences to support teacher well-being systemically. Chapter Five will 

summarize the findings and discuss implications for elementary school division leaders, present 

recommendations for future studies, and reflections.  
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Chapter Five 

Findings, Implications, and Recommendations 

Summary of Findings 

This study aimed to explore the perceptions of 12 elementary teachers’ regarding the 

leadership practices that contributed to the well-being of teachers before and during the COVID-

19 global pandemic. Twelve elementary teachers from the United States who worked in 

Massachusetts, Texas, Virginia, and North Carolina were interviewed. The elementary teachers 

were chosen specifically because they taught for three or more years prior to March 2020 and 

currently serve as an elementary teacher. Schools from urban, suburban, and rural settings, were 

included in the sample to allow for a range of teacher experiences to be described. The goal of 

the study was to discover leadership practices that fostered teacher well-being before and during 

the pandemic within the elementary school setting.  

Research Questions 

The research was based on two overarching research questions and three sub questions for 

each: 

1. What leadership practices have elementary school principals led that positively 

impacted teacher well-being prior to the COVID-19 pandemic?  

a. What are your perceptions of teacher well-being practices implemented by 

your principal principals prior to the COVID-19 pandemic? 

b. What are your perceptions of leadership practices needed to cultivate teacher 

well-being prior to the COVID-19 pandemic? 

2. What leadership practices have elementary school principals implemented that have 

fostered teacher well-being during the COVID-19 pandemic?  

a. What are your perceptions of teacher well-being practices implemented by 

principals during the COVID-19 pandemic? 

b. What are your perceptions of leadership practices needed to cultivate teacher 

well-being during the COVID-19 pandemic? 

c. What has changed during the pandemic from the lens of an elementary school 

teacher that will have lasting effects? 
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Findings 

Finding One 

Elementary teachers indicated the most important leadership practice to cultivate 

teacher well-being before and during the pandemic was clear and transparent 

communication.  

Communication practices before the pandemic were a part of established systems and 

structures. School leaders used a variety of communication practices to build relationships and 

build collective teacher efficacy. One participant spoke to a principal that sends out a blog to 

staff, like a parent update focused on an educational topic. Additionally, two participants 

described principals that communicated a family first mindset through their principals’ words and 

actions.  

Each of the 12 participants affirmed the need for clearly defined expectations of 

consistent communication as necessary to foster teacher well-being before and during the 

pandemic. Teachers reflected on the importance of communication to build trust with their 

principals. Principals need to speak candidly and directly with teachers in person to reduce 

miscommunications (Mielke, 2019). Teachers expressed the need for a space to provide high-

quality feedback to principals and school division leaders.  

Two participants noted the lack of opportunity to build positive connections with principals due 

to inconsistent systems of communication within their respective schools. 

The COVID-19 pandemic created a need for school leaders to manage change through 

frequently changing conditions and uncertainty. The mode of communication immediately 

changed from face-to-face to regular Zoom meetings due to the overflow of information. Four 

participants described the pandemic as a challenging time for schools because the rules set forth 

were no longer there as a structure for education. The ability to provide real-time communication 

with the rapid changes during a health crisis became the necessary leadership practice during the 

pandemic. A vital component to school leadership, regardless of the pandemic, is the ability to 

provide information in a clear manner. 
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Finding Two 

Elementary teachers indicated building and maintaining relationships before and 

during the pandemic is an important leadership practice for principals.  

Elementary teachers recognized efforts made by principals to foster a healthy well-being 

for the school community both before and during the pandemic. A focus on empathy and 

building connections with teachers was shared as the interview proceeded to perceptions during 

the pandemic. Elementary teachers noted the importance of relationship building within the 

school community (see Table 4). Individual and systemwide well-being is connected to a sense 

of belonging in relationships and workplace communities (Brown, 2021). 

During the COVID-19 pandemic, social distancing and masking posed significant 

barriers to belonging. Emotions influence everything from leadership effectiveness to innovation 

and customer relations (Brackett, 2019).  

The ability to practice self-awareness and self-management, make responsible decisions, 

maintain and grow relationships, and practice social awareness are key elements of adult 

professional social-emotional competence (CASEL, 2022-).  

Relationship building is necessary to create a culture of belonging. Interviews with 

teachers and correlational research indicate teacher-student relationships characterized as 

disrespectful or conflictual have a negative impact on both personal and professional teacher 

well-being (Spilt et al., 2011). Leadership practices that create a cohesive school community help 

teachers and students feel like they belong. School communities that foster a sense of belonging, 

experience stronger student engagement and academic achievement. 

Finding Three 

Morale boosters help to sustain a supportive school environment for teachers before 

and during the pandemic. In chapter four, elementary teachers referenced morale boosters 

noting specific examples of handwritten notes, PTAs providing lunches for teachers, and snack 

carts. Most importantly, staff recognition which encouraged teachers to recognize colleagues led 

to teachers feeling valued and contributed positively to their well-being. Elementary teachers 

who felt their strengths had been acknowledged through supportive school environments noted a 

positive impact on their well-being. Roffey’s (2012) research demonstrates when teachers’ 

strengths are recognized by leadership, they respond positively.  
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Elementary teachers in this study noted positive contributions to their well-being 

included feeling valued through both recognition and appreciation. Connecting with teachers 

personally communicates to teachers that leaders care about them. Participants shared examples 

of leadership practices such as, providing access to mental health services and incorporating time 

for teachers to play and relieve stress as necessary to foster teacher well-being.  

Two factors negatively associated with teachers’ devotion to their profession are stress and 

burnout (Buettner et al., 2016). Thus, leaders must show that they care about teacher well-being 

through actions. Therefore, schools should dedicate time and room for well-being in physical 

spaces, organizational structures, and teacher recognition.  

Finding Four 

Empathetic leadership is a soft skill that is important for principals to 

develop. Elementary teachers expressed feeling valued when their voices are heard and they feel 

understood. One participant referenced and empathetic leader whose communication methods 

encouraged teachers stating, “you could always go to her and confide in her” (P5, l18). 

Additionally, three participants referenced an empathetic leadership style that focused on the 

importance of family and relationships. P12 stated, “she’s very good about giving us grace and 

finding the why behind holding us accountable” (l24). Teachers’ perceptions indicate the 

importance of principals effectively listening and demonstrating empathy to communicate with 

teachers. Seven participants referenced experiences with principals who demonstrated a balance 

of empathetic leadership and distributive leadership (see Table 2); whereas five teachers reported 

leaders’ lack of understanding of teacher demands which led to further feelings of frustration. 

Caring leadership is often described as promoting the general development and well-being of 

others (Louis et al., 2016).  

Murphy and Louis (2018) reported that teacher voice is important in creating an 

opportunity for teachers to influence their work and is critical for both self-efficacy and 

developing teams. Participants responses indicate principals who create a climate where teachers 

feel listened to, thus making them feel valued.  

Empathetic school leadership advocates listening to the needs and concerns of teachers. Leaders 

can bring out the best in people and increase teachers’ positive emotions by demonstrating 

empathy (Goleman et al., 2002). 
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Furthermore, The Wallace Foundation (2013) suggest that effective principals influence 

student achievement through their ability to develop a vision of academic success built on high 

standards; create a safe and cooperative culture and climate and cultivate leadership in others. 

Therefore, it is imperative for principals to develop their soft skill of empathy. This, in turn, will 

foster teacher well-being and create opportunities for greater student outcomes. 

Finding Five 

Implementing PLCs before and during the pandemic is an effective leadership 

practice for principals. The global pandemic forced a sudden shift to virtual learning which led 

educators to feel helpless and diminished their self-efficacy. The primary focus, therefore, 

becomes rebuilding the capacity of elementary teachers to create a culture of collective efficacy. 

Participants described leadership practices that focused on building teacher capacity through 

modeling instructional strategies “she modeled UDL strategies with teachers which helps us to 

see how we can use them with our students” (P5, l33). 

Collective efficacy within an organization, represents the beliefs of the group members 

concerning their performance capability (Bandura, 1977). Elementary teachers’ core values drive 

their behaviors and influence their individual perception of self-efficacy. Collective efficacy 

beliefs are linked with level of effort, shared thoughts, stress levels, and achievement of groups 

(Goddard et al., 2017). The elementary teachers’ responses indicate a focus on the importance of 

PLCs to foster teacher collaboration and build their self-efficacy. Many elementary teachers feel 

that meeting as a group and having time to discuss teaching and learning results in building 

teacher confidence, thus leading to greater student outcomes. There is a clear connection 

between the importance of fostering time for teachers to collaborate through team planning and 

providing the space for teachers to learn and grow together.  

The most influential leadership practices for impacting student achievement are building 

collaborative structures for decision-making and providing individualized support for staff 

through mentoring and coaching (Sun & Leithwood, 2012). Researchers synthesized from 

decades of research, five practices of effective principals: instructionally focused interactions, 

building and fostering a productive school climate, facilitating collaboration, strategic 

management, and leading for equity (Grissom et al., 2021b). The Wallace Foundation (2013) 

acknowledged that school principals “must be instructional leaders capable of developing teams 
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of teachers who deliver effective instruction to every student” (p. 6). A high level of collective 

efficacy can maintain a system of collective belief in student achievement and strong 

expectations for teachers’ and students’ learning outcomes (Woolfolk et al., 2006).  

Implications 

Implication One 

School divisions need to create systems of communication that prioritize 

information for teachers. Findings one, two, three, and four indicate the need for clear and 

transparent communication. The necessity of effectively communicating with stakeholders was 

heightened during the COVID-19 pandemic. The key to communication and decision-making in 

a rapidly changing environment is transparency and compassion. Communication is ongoing 

work that builds trust for strong relationships.  

Implication Two 

School divisions should consider making time and space for teacher well-being. 

Findings two and three indicate the importance of teacher well-being practices being embedded 

in the organizational structures of schools. The way we approach teacher well-being may help to 

build belonging and connection for teachers. According to the data from this study, creating a 

system that fosters energy and engagement is imperative to cultivate teacher well-being. 

Teachers reported building level leadership practices were not enough to influence teacher well-

being. Thus, it is paramount that school divisions provide system-wide professional development 

focused on reinforcement of adult social-emotional practices including professional self-

awareness. Examples of practical workplace supports include access to calm spaces where 

teachers can practice mindfulness and self-regulate and offering Employee Assistance Programs 

to help teachers access mental health and other related services.  

School divisions must shift their focus toward embedding well-being practices within the 

whole organization. Creating professional learning community structures within schools allows 

for teachers to collaborate and gives the gift of time for instructional planning.  Morale boosters 

are appreciated by teachers; however, the most important well-being leadership practice is 

transparent communication. Teachers expressed feeling valued when their voices are heard and 



40 

 

leaders build personal connections with teachers. In turn, these organizational shifts can 

transform school cultures and contribute greatly to teacher well-being. 

Implication Three 

Principals should consider reflecting on the soft skill of empathy when leading 

during a crisis. This implication is in response to finding four. School leadership decisions and 

actions were shown to influence teacher well-being.  

It is important to remember that school leaders have the responsibility to model healthy 

professional well-being. Principals can set an example for teachers by letting their vulnerability 

show and transparently engage in practices to support their own physical, mental, and emotional 

well-being. Reflecting and drawing from their own experiences can help to strengthen the soft 

skill of empathetic leadership. 

Implication Four 

School divisions might consider taking steps to reduce barriers to collective teacher 

efficacy.  

In this study, elementary teachers reported a need for a shift in systems within the school 

setting. Associated with Findings One, Two, and Five, collective teacher efficacy is built when 

teachers feel valued, experience meaningful professional development, and are included in the 

change process. School divisions have the opportunity to learn from educator’s recent 

experiences to strengthen their organizational systems. Clear goals and expectations for staff, 

students, and communities can be ensured through the development of organizational clarity. 

Teacher well-being is cultivated when professional development is tailored to individual teachers 

need for growth. School divisions dedicated to collective efficacy provide teachers with 

opportunities for professional learning that includes the cycle of inquiry, teachers’ viewpoints, 

and an inclusive change process. 

Recommendations for Future Studies 

The qualitative data gathered in this study provided rich descriptions of teachers’ 

perceptions of leadership practices that cultivated their well-being before and during the 

pandemic. The recommendations highlighted in this study suggest topics for further research that 
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would provide data to support professional development and help school divisions develop 

organizational systems that foster well-being for educators. 

• Investigate the impact to teacher well-being over the course of a school year through 

interviews with building leaders and the teachers they serve. 

• Conduct a case study of elementary and secondary teachers experiences of teacher 

well-being for educators.  

• Investigate leaders’ perspectives on enhancing teacher well-being.  

Conclusion 

The qualitative data gathered from 12 elementary teachers at various school settings - 

urban, rural, and suburban provided rich descriptions of specific leadership practices needed to 

cultivate teacher well-being before and during the pandemic. Communicating with clarity and 

transparency and positive relationships between school leaders and teachers are essential to 

foster teacher well-being. Principals might consider leading with empathy, support teacher’s 

personal growth, and value their voice in decision making.  

Teacher well-being is not an initiative; therefore, it needs to be embedded in the everyday 

actions between principals and teachers within the school setting. School divisions should 

consider developing comprehensive professional learning systems that provide school leaders 

with the knowledge, skills, and resources to achieve student outcomes and foster teacher well-

being. Ensuring that teachers feel their voices are heard, work is valued, and facilitating 

meaningful professional development are paramount to cultivate teacher well-being and build a 

sustainable education system. 

Reflections 

As a principal who led an elementary school community through the pandemic-related 

challenges, I recognize the need for organizational shifts that minimize initiatives and address 

demands placed on our teachers. Our teachers are working harder to meet the wide range of 

student needs and cannot do this work alone. School leaders are faced with the challenge of 

leading a staff through pandemic burnout. Several states are struggling to keep teachers in 

classrooms even within districts that are making efforts to combat teacher burnout. We can no 

longer encourage self-care; we must act to shift organizational systems to embed well-being 
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practices into our everyday structures. This research supports the need to consider creating 

conditions that build collective efficacy through collaboration between teachers and leaders. 

Together, we can enhance teacher well-being while improving student outcomes. 
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Appendix C 

Correspondence of Research to Interview Questions 

Good evening, 

We are conducting interviews as part of a research study to increase our understanding of how the 

COVID-19 pandemic is perceived and experienced by elementary school teachers. From the interviews, I 

hope to identify leadership practices that contributed to teacher well-being before and during the global 

pandemic. 

As an elementary teacher who taught before and during the global pandemic, you can give us valuable 

information from your perspective. The interview will take approximately 30 minutes and is informal, 

and we are capturing your thoughts and perspectives on the impacts of the COVID-19 pandemic on 

teacher well-being. 

Your responses to the questions will be kept confidential. Each interview will be assigned a number code 

to help ensure the personal identifiers are not revealed during the analysis and write-up of findings. There 

is no compensation for participating in this study. However, your participation will be a valuable addition 

to our research, and your findings could add to the research on creating a healthy and sustainable 

education system.  

If you are willing to participate, please suggest a day and time that suits you, and I will do my best to be 

available. If you have any questions, please do not hesitate to ask. 

Respectfully, 

Courtney Jones 
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Appendix D 

Information Sheet 

Principal Investigator:  Courtney E. Jones 

IRB# and Title of Study:  22-683 A Study in Leadership Practices that Cultivate Elementary 

School Teachers' Well-being During a Global Pandemic  

 

You are invited to participate in a research study. This form includes information about the study 

and contact information if you have any questions. 

 

➢ WHAT SHOULD I KNOW? 

If you decide to participate in this study, you will be asked to participate in an interview. As part 

of the study, you will be asked to share your perceptions of the school leadership practices 

implemented by your principal to foster teacher well-being prior to and during the pandemic. 

The questions are related to leadership practices and teacher well-being. The interview will be 

conducted and recorded via zoom. The study should take approximately 25-30 minutes of your 

time. We do not anticipate any risks from completing this study. 

You can choose whether to be in this study or not. If you volunteer to be in this study, you may 

withdraw at any time without consequences of any kind. You may also refuse to answer any 

questions you do not want to answer and remain in the study. The investigator may withdraw 

you from this research if circumstances warrant doing so.  

 

➢ CONFIDENTIALITY 

We will do our best to protect the information we gather from you, but we cannot guarantee 

100% confidentiality. At the beginning of the interview, you will be asked to identify as an 

elementary school teacher of a rural, suburban, or urban school district and to use a pseudonym 

as a "rename" on the zoom site. Thus, your responses are coded so no one can associate your 

answers with you. Please do not include your name or other identifying information in your 

responses that can identify you. 

 

The researcher will keep any data collected during this research study confidential. Your 

interview will be recorded using the zoom platform and then transcribed. The researcher will 

code the transcripts using a pseudonym (false name) which you will have chosen at the time of 

the interview. The recordings will be uploaded to a secure password-protected computer in the 

researcher's office and destroyed after transcription.  
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➢ WHO CAN I TALK TO? 

If you have any questions or concerns about the research, please contact Courtney Jones 

(crodrigu@vt.edu). You are not waiving any legal claims, rights, or remedies because you 

participated in this research study. If you have questions regarding your rights as a research 

participant, contact the Virginia Tech HRPP Office at 540-231-3732 (irb@vt.edu). 

Please print out a copy of this information sheet for your records. 

  

mailto:crodrigu@vt.edu
mailto:irb@vt.edu)
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Appendix E 

Consent Form 

Virginia Polytechnic Institute and State University - Department of Educational Leadership 

 

Title of the Study: A Study in Leadership Practices that Cultivate Elementary School Teachers’ Well-Being 

During a Global Pandemic 

 

Researcher Name(s): Courtney E. Jones (804-566-9350) (crodrigu@vt.edu) 

 

This proposed study explores elementary teachers' perceptions of leadership practices that impact teacher 

well-being prior to and during the COVID-19 pandemic. As school districts across the United States take 

steps towards reopening, discussions of the new post-COVID reality must occur among teachers and school 

leaders. An excellent understanding of creating a healthy and sustainable education system will be 

ascertained by identifying leadership practices that cultivate teacher well-being. 

 

I hereby give my consent to participate in this research study. I acknowledge that the researcher has 

provided me with the following: 

A. An explanation of the study’s general purpose and procedure. 

B. Answers to any questions I have asked about the study procedure. 

I understand that: 

A. My participation in this study will take approximately 30 minutes. 

B. The probability and magnitude of harm/discomfort anticipated from participating in this study 

are not greater than those ordinarily encountered in daily life or during routine physical or 

psychological examinations or tests. 

C. The potential benefits of this study include working collaboratively to find characteristics 

necessary collectively to create a healthy and sustainable education system after the public 

health pandemic. 

D. I will not be compensated for participating in this study. 

E. Participation is voluntary, and I may withdraw my consent and discontinue participation in 

the study at any time. My refusal to participate will not result in any penalty or disadvantage. 

F. My responses in this study will be confidential to the extent permitted by law. The data will 

be stored in the secured location of a password-protected computer, will be available to the 

research and the participants, and the research report will only present findings on a group 

basis, without any personally identifying information. 

 

Signature: ___________________________________________________ Date: ____________ 

  

mailto:crodrigu@vt.edu
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Appendix F 

Additional Consent Form for Recordings of Interviews 

Title of the Study: A Study in Leadership Practices that Cultivate Elementary School Teachers’ Well-Being 

During a Global Pandemic 

 

In addition to agreeing to participate, I consent to have the interview audio recorded. I understand that the 

recording of my interview will be transcribed by the researcher(s) and erased once the transcriptions are 

checked for accuracy. My interview transcripts may be reproduced in whole or in part for use in 

presentations or written products that result from this study but will not be linked to my name. Neither my 

name nor any identifying information (such as my voice or picture) will be used in presentations or written 

products resulting from the study unless I give explicit permission. 

 

I consent to have the interview audio recorded. 

 

Name (printed): _______________________________________________________________  

 

Signature: ________________________________________________ Date: _______________ 
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Appendix G 

Interview Protocol 

Title of the Study: A Study in Leadership Practices that Cultivate Elementary School Teachers’ 

Well-being During a Global Pandemic 

 

Time of the Interview: 

Date: 

Place: 

Interviewer: Courtney Jones 

Confirm receipt of an information sheet (emailed to the participant before the meeting) 

Turn on the Zoom record and audio recorder.  

Say: 

Thank you for meeting with me this [timeframe]. I appreciate your agreeing to participate in this 

study. Today's interview centers around leadership practices that fostered teacher well-being 

before and during the pandemic. The first question will begin with, what were the teacher well-

being practices implemented by your principal prior to the COVID-19 pandemic?  

 

Then, subsequent questions will address school leadership practices and teacher well-being 

during the pandemic. The interview should take between thirty and forty-five minutes. Thank 

you in advance for participating in this interview today.  

 

A Study in Leadership Practices that Cultivate Elementary School Teachers’ Well-being During 

a Global Pandemic 

 

Interview Protocol 

1. What are your perceptions of teacher well-being practices implemented by your principal 

before the COVID-19 pandemic? 

2. What do you wish your principal did to foster teacher well-being prior to the pandemic? Tell 

me why. 

3. What are your perceptions of teacher well-being practices implemented by principals during 

the COVID-19 pandemic? 

4. What do you wish your principal did to foster teacher well-being during the pandemic? Tell 

me why. 

5. What lasting effects did the pandemic have on your well-being as an elementary teacher? 


